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strategies”	(that	deal	with	emotional	discomfort)	(Trenberth,	Dewe	and	Walkey	1996,	as	cited	by	Richards,	2012,	p.	300).	A	small	body	of	research	into	‘cognitive	emotion	regulation’,	which	comprises	nine	problem-focused	strategies,	suggests	that	these	are	available	to	teachers	for	coping	with	stress	(Garnefski	and	Kraaij,	2007;	Gliebe,	2013;	Martin	and	Dahlen,	2005,	2005).	Alternatively,	a	growing	body	of	research	has	suggested	that	‘Mindfulness	Based	Stress	Reduction’,	or	MBSR,	and	‘Self-Compassion’,	is	promising	for	dealing	with	stress	in	general,	and	appears	to	have	application	to	the	context	of	education	(Gold	et	al.,	2010;	Goldin	and	Gross,	2010;	Roeser	et	al.,	2012;	Taylor	et	al.,	2015).	It	has	been	suggested	that	these	emotion-focused	strategies	might	have	a	stress-buffering	effect,	thus	minimising	the	impacts	of	stress,	by	changing	the	ways	in	which	one	relates	to	oneself	in	times	of	suffering	altogether	(Neff,	2003).	In	the	hundreds	of	papers	reviewed	for	this	thesis,	however,	only	a	handful	of	studies	appear	to	have	addressed	the	relationship	between	teacher	stress	and	these	coping	strategies.		The	aim	of	this	thesis,	therefore,	is	to	offer	insights	into	the	potential	effectiveness	of	three	strategies:	1)	self-compassion,	2)	mindfulness-based	stress	reduction	training	and	3)	cognitive	emotion	regulation	for	teachers	working	in	an	international	context.	It	will	achieve	this	through	a	review	of	the	literature	(chapter	II)	and	a	mixed-methods	research	design	(Chapter	III)	to	answer	the	following	research	questions:		1) To	what	extent	do	teachers	who	work	in	international	school	settings	abroad	experience	perceived	stress?	How	do	they	perceive	the	impacts	of	the	stress?		2) What	is	the	relationship	between	‘cognitive	emotion	regulation’,	participation	in	 MBSR	 and	 Self-Compassion?	 To	 what	 extent	 do	 each	 of	 these	 strategies	relate	to	levels	of	perceived	stress	among	teachers	working	in	a	international	school	setting?		
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bottom	line”	of	stress	is:	The	 relational	 meaning	 that	 an	 individual	 constructs	 from	 the	 person-environment	relationship.	That	relationship	is	the	result	of	appraisals	of	the	confluence	of	the	social	and	physical	environment	and	personal	goals,	beliefs	about	self	and	world,	and	resources”	(Lazarus,	2000,	p.	665,	his	emphasis).		Drawing	on	this	analysis,	Montgomery	and	Rupp	(2005)	explains	that	stress	can	be	conceptualized	as	the	intersection	of	situational	and	personal	characteristics.		The	notion	that	stress	is	unpleasant	is	seen	throughout	the	literature;	most	researchers	agree	that	the	subjective	experience	of	stress	is	commonly	negative	(for	examples,	see:	Gunnar	and	Quevedo,	2007;	Martin,	2014;	Montgomery	and	Rupp,	2005).	Stress	is	often	conflated	with	other	difficult	emotions,	such	as	anxiety,	and	these	negative	feelings	about	stress,	even	when	very	little	stress	is	reported,	can	have	significant	consequences	for	health	(Keller	et	al.,	2012).		For	example,	at	extremes,	“consequences	of	prolonged	stress	include	adverse	psychological	and	physical	health	
effects”	(Keller	et	al.,	2012,	p.	677).	To	perceive	stress	as	exclusively	negative,	however,	reflects	a	misunderstanding	of	the	function	of	stress.		Psychological	stress	is	better	thought	of	as	a	neutral	reaction,	or	chain	of	reactions,	aimed	at	addressing	emotional	or	cognitive	stressors	for	the	purposes	of	self-preservation	(Martin,	2014;	Obholzer	et	al.,	2003;	Wolf,	1960).	Stress	is	made	complicated,	therefore,	not	by	the	stressors	themselves,	but	rather	by	the	‘appraisals’	to	which	Lazurus	referred.	As	Derogatis	(1987)	explained,	the	experience	of	stress	is	deeply	influenced	by	at	least	three	main	factors:	personality	 mediators	 (constructs	 of	 time	 pressure,	 driven	 behaviour,	attitude	 posture,	 relaxation	 potential,	 and	 role	 definition);	 environmental	factors	(constructs	of	vocational	satisfaction,	domestic	satisfaction,	and	health	
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Coping	with	teacher	stress	As	mentioned,	a	teacher’s	ability	to	cope	with	complex	stress	is	partly	impacted	by	their	understanding	of	social	expectations	and	cultural	norms.	The	literature	argues	quite	extensively	that	one	must	cope	with	emotions,	especially	difficult	ones,	according	to	perceptions	of	socio-cultural	norms	and	the	‘display	rules’	of	the	particular	social	context	(Hochschild,	1983).	Emphasizing	this	point,	Chang	(2013,	p.	800)	explains:		Teachers	 sometimes	 believe	 being	 angry	 is	 not	 appropriate	 for	 their	professional	image	in	the	classroom.		Similarly,	Sutton	(2004,	p.379)	noted:		many	teachers	believed	that	regulating	their	emotions	helped	their	teaching	effectiveness	 goals	 and/or	 conformed	 to	 their	 idealized	 emotion	 image	 of	 a	
teacher.”	(my	emphasis).		Briner	(1999)	suggests	that	when	human	resources	are	limited,	the	effort	needed	to	contend	with	difficult	emotions	is	secondary	to	completing	a	task	efficiently.	At	a	minimum,	research	suggests	that	teachers	are	expected	to	manage	emotions	in	a	manner	that	is	‘appropriate’	and	that	these	demands	can	contribute	to	emotional	exhaustion	and	eventually	to	mental	and	physical	health	symptoms	typically	associated	with	chronic	stress	(Hepburn	and	Brown,	2001).	It	is	this	private	nature	of	coping,	which	often	demands	forms	of	expressive	suppression	and	surface	acting	in	addition	to	the	effort	needed	to	deal	with	the	stressful	situation	(i.e.	emotional	labour),	that	can	complicate	the	coping	process.	Additionally,	the	insistent	focus	on	simple	stress	(i.e.	stressors	and	the	environment)	has,	paradoxically,	also	limited	the	viability	of	any	form	of	stress	management	for	teachers	and	educational	leadership.	Socio-cultural	norms	around	coping	can	be	highly	problematic	for	teachers.	If	they	are	to	regulate	the	difficult	emotions	associated	with	stress	effectively,	prevailing	theories	suggest	teachers	must	also	seriously	consider	the	role	of	the	mental	appraisal	process	(Lazarus,	2000,	Keller	et	al.,	2012).	This	mental	appraisal	occurs	in	two	stages:	primary	and	secondary.	Expanding	on	these	stages,	Montgomery	and	Rupp	(2005,	p.	461)	explained:		
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primary	 appraisal	 refers	 to	 the	 appraisal	 of	 the	 stressful	 character	 of	 the	situation,	 whereas	 secondary	 appraisal	 refers	 to	 the	 evaluation	 of	 an	individual’s	capacity	to	confront	the	situation.		Chang	(2013,	p.	801)	noted	that	“primary	appraisals	are	believed	to	be	the	driving	force	
in	the	emotional	processes,”	whereas	secondary	appraisals	evaluate	various	options	for	coping.		Kyriacou’s	(2001)	conclusions	about	teachers’	options	for	coping	were	believed	to	be	either:	‘direct	action	techniques’,	which	are	the	physical	activities	aimed	at	physical	relief,	or	‘palliative	techniques’.	These	are	believed	to	be	‘mental	strategies’	aimed	at	emotional	relief	(Robertson	and	Dunsmuir,	2013,	p.	216).	Prevailing	theories	of	emotion	regulation	suggest	that	a	teacher	can	use	these	strategies	as	a	preventative	measure,	also	referred	to	as	antecedent-focused,	or	as	a	responsive	act,	known	as	response-focused	(Gross,	1998).		In	summary,	emotion	regulation	of	teacher	stress	can	be	antecedent,	palliative/	emotion-focused,	or	problem-focused,	taking	direct-action	as	a	response.			Research	suggests	that	determining	which	of	these	two	approaches	holds	the	most	promise	for	teachers	will	have	an	impact	on	the	future	of	teaching.	At	a	minimum,	a	teacher’s	ability	to	regulate	their	emotional	responses	will	heavily	impact	the	ways	in	which	they	experience	and	respond	to	anxieties,	their	classroom,	colleagues	and	the	wider	organization,	both	consciously	and	unconsciously	(Chan,	2008;	Montgomery	and	Rupp,	2005).	There	is	evidence	that	points	to	ways	for	teachers	to	limit	the	impacts	of	stress.		For	example,	in	one	major	study,	which	investigated	data	on	the	emotional	episodes	of	492	teachers	working	in	K-12	education,	proactive	coping	and	problem-focused	coping	were	both	negatively	correlated	with	burnout,	whereas	expressive	suppression	(emotion-focused	coping)	was	found	to	be	a	contributing	factor	to	increased	stress	(Chang,	2013).	Other	studies	have	confirmed	that	problem-focused	strategies,	or	‘taking	action’	are	generally	more	functional	than	emotion-focused	strategies	(see:	Garnefski	and	Kraaij,	2006;	Lazarus,	1966;	Thoits,	1995).	The	viability	of	the	former,	however,	is	heavily	constrained	by	factors	within	a	teacher’s	environment,	including	the	ways	in	which	someone	under	stress	is	perceived	by	the	organisation.	Neatly	capturing	this	experience,	Hepburn	and	Brown	(2001,	p.	694)	write:		
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Self-blame	 refers	 to	 thoughts	 of	 putting	 the	 blame	 for	 what	 you	 have	experienced	on	yourself.	Other-blame	refers	to	thoughts	of	putting	the	blame	for	 what	 you	 have	 experienced	 on	 the	 environment	 or	 another	 person.	
Rumination,	 or	 focus	 on	 thought,	 refers	 to	 thinking	 about	 the	 feelings	 and	thoughts	 associated	 with	 the	 negative	 event.	 Catastrophizing	 refers	 to	thoughts	of	explicitly	emphasizing	the	terror	of	what	you	have	experienced.	
Putting	into	perspective	refers	to	thoughts	of	brushing	aside	the	seriousness	of	 the	event/emphasizing	 the	 relativity	when	comparing	 it	 to	other	events.	
Positive	refocusing	refers	to	thinking	about	joyful	and	pleasant	issues	instead	of	thinking	about	the	actual	event.	Positive	reappraisal	refers	to	thoughts	of	creating	 a	 positive	 meaning	 to	 the	 event	 in	 terms	 of	 personal	 growth.	















and	government	agencies	including	the	U.S.	military”	(Purser,	2013).	Continuing	into	2014,	the	concept	of	mindfulness	received	media	attention	from	Time	Magazine	in	an	article	entitled:	“The	Mindful	Revolution”	(Pickert,	2014). 	Today,	the	books	in	publication	that	use	or	reference	the	word	“mindfulness”	in	one	form	or	another	have	expanded	into	a	wide	range	of	disciplines,	including	the	following:		Clinical	 and	 health	 psychology,	 cognitive	 therapy,	 and	 neuroscience,	 and	increasingly,	there	is	growing	interest,	although	presently	at	a	lower	level,	in	primary	and	secondary	education,	higher	education,	 the	 law,	business,	 and	leadership	(Williams	and	Kabat-Zinn,	2011,	p.	2).		A	search	on	the	topic	of	mindfulness	in	the	ISI	Web	of	Knowledge	Database	search	engine,	which	collects	only	empirical	and	peer-reviewed	research,	during	the	time	frame	of	2005-2010,	returns	1582	papers.	Since	2011,	that	number	has	nearly	quintupled;	the	field	of	literature	saw	an	additional	7261	peer-reviewed	papers	published	as	of	September	2015.	Overall,	therefore,	within	the	Western	world,	the	surge	in	interest	and	research	on	the	Eastern	practice	of	mindfulness	meditation	from	mainstream	media	outlets	to	academic	literature	has	been	astonishing.				
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symptoms	were	reduced”	(Baer	et	al.,	2012,	p.	756).		Because	the	area	of	mindfulness	research	is	relatively	new,	however,	there	is	little	data	regarding	the	sustained	effects	of	the	MBSR	programme.	More	specifically,	it	is	unknown	what	impact	participation	in	a	MBSR	course	might	have	after	a	year,	two	years,	five	years,	etc.		With	the	intention	of	gathering	data	that	could	apply	to	the	foregoing	discussions	on	the	impact	of	MBSR	on	teacher	stress	in	a	foreign	setting,	the	literature	evaluated	for	the	forthcoming	section	was	constrained	to	the	data	that	has	been	captured	from	meta-analytic	studies	investigating	the	effects	of	engaging	with	MBSR.	Specifically,	criteria	for	evaluation	were	as	follows:		1. Without	limitation	to	timeframe,	studies	were	published;	peer	reviewed,	and	available	in	the	English	language.		2. Programmes	 emphasized	 the	 eight-week	 Mindfulness	 Based	 Stress	Reduction	(MBSR)	course.	In	the	cases	where	the	course	was	modified	(e.g.	the	discussions	could	be	vocation-specific),	the	course	remained	similar	in	both	training	and	duration.	3. MBSR	courses	were	operationalized	as	the	following:		a. Instruction	by	an	experienced	practitioner	as	part	of	a	group	training	programme,	i.e.	individual	training	was	not	included.	b. Programmes	were	5-12	weeks	in	length	and	included	a	daily	personal	practice	 requirement	 of	 at	 least	 40	 minutes	 of	 mindfulness	meditation	techniques.		c. Programmes	 emphasized	 non-judgmental	 or	 non-elaborative	awareness	with	acceptance.			4. Programme	outcomes	were	seen	across	at	least	two	studies,	which	may	or	may	not	have	used	exactly	the	same	MBSR	course.		5. Findings	 were	 generalizable	 to	 the	 wider	 teaching	 population.	 For	example,	studies	investigating	the	impact	of	mindfulness	meditation	on	a	specific	ailment,	such	as	an	autoimmune	disease,	were	omitted.		
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Self-compassion:	the	key	to	mediating	teacher	stress?	Although	the	findings	presented	above	reveal	that	MBSR	appears	to	lead	to	inconsistent	outcomes	 for	 teachers,	 the	 construct	 of	 self-compassion	 was	 consistently	 related	 to	stress.	For	Germer	and	Neff	(2013,	p.	857),	“self-compassion	is	simply	compassion	turned	





























Theory:	Social	Constructivism		In	one	sense,	it	is	easy	to	define	epistemology.	According	to	the	Stanford	Encyclopaedia	of	Philosophy	online	it	is:	“the	study	of	knowledge	and	justified	belief”	(Steup,	2014,	n.p.).	To	clarify	what	constitutes	as	knowledge,	however,	turns	out	to	be	a	more	tedious	endeavour.	This	study	is	aimed	at	understanding	the	subjective	meaning	that	teachers	place	on	their	experience	of	stress	while	working	in	a	unique	social	context	(i.e.	international	schools).	Research	that	engages	with	subjectivity	and	social	context	is	confronted	by	unique	challenges	that	inevitably	shape	not	only	which	data	is	gathered,	but	also	the	extent	to	which	it	can	be	accepted	as	factual	and	thus	generalized	to	other	social	contexts.	Beck	(1979)	speaks	to	this	issue:	The	purpose	of	social	science	is	to	understand	social	reality	as	different	people	see	it	and	to	demonstrate	how	their	views	shape	the	action,	which	they	take	within	 that	 reality.	 Since	 the	 social	 sciences	 cannot	 penetrate	 to	what	 lies	behind	social	reality,	they	must	work	directly	with	man’s	definitions	of	reality	and	with	the	rules	he	devises	for	coping	with	it.	While	the	social	sciences	do	not	reveal	ultimate	truth,	they	do	help	us	to	make	sense	of	our	world.	What	the	social	sciences	offer	is	explanation,	clarification	and	demystification	of	the	social	forms	which	man	has	created	around	himself.	(Beck,	1979;	as	cited	by	Cohen,	2000,	p.	20).		Beck’s	argument	suggests	that	the	authority	on	which	data	from	educational	research	rests	may	be	limited	to	its	social	context;	terminology	and	concepts	could	be	disputed	and	the	search	for	objectivity	can	become	obscured	by	its	own	interpretation.	This	problem,	however,	does	not	nullify	data.	Indeed,	Postmodernism	would	claim	that	we	have	“access	to	…	‘real’	existence	only	through	language”	(Derrida,	1976,	p.	158).	A	branch	of	Postmodernism	that	is	focused	on	equating	the	former	with	the	latter	is	Constructivism,	which	is	variously	called	a	theory,	a	philosophy	or	a	cognitive	position	(Noddings,	2007).		One	of	the	basic	premises	of	all	forms	of	Constructivism	is	that	all	knowledge	is	constructed	by,	and	only	accessible	through,	language.	Its	essence	is	articulated	by	Cooper	(2008,	p.	210)	as:	
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PSS-4	The	Perceived	Stress	Scale	(PSS)	(Appendix	B)	is	one	of	the	most	widely	used	questionnaires	for	measuring	one’s	perceptions	of	stress	(Cohen	et	al.,	1983).	A	short	four-item	scale	(PSS-4),	which	is	comprised	of	two	positive	and	two	negative	statements,	can	be	substituted	for	the	full	instrument.	Research	on	the	short	scale	has	noted	that:		Although	the	four-item	PSS	(PSS-4)	has	a	moderate	loss	in	internal	reliability	in	comparison	to	the	14-item	scale	(r	=	0.60	vs	r	=	0.85;	Cohen	and	Williamson,	1988),	 the	 brevity	 of	 this	 instrument	 lends	 itself	 well	 to	 settings	 in	which	assessment	time	is	limited.	(Warttig	et	al.,	2013,	p.	1618).		Because	this	study	aimed	to	investigate	the	matter	of	perceived	stress	as	reliably	as	possible	without	imposing	a	large	time	commitment	on	participating	teachers,	the	four-item	scale	was	used.	The	PSS-4	consists	of	statements	and	responses	that	are	modelled	on	the	following	five-point	Likert-scale	format:	0=never,	1=almost	never,	2=sometimes,	3=fairly	often,	4=very	often.	Half	of	the	statements	are	worded	positively	(i.e.	In	the	last	month,	how	often	have	you	felt	things	were	going	your	way?)	while	the	other	half	are	stated	negatively	(i.e.	In	the	last	month,	how	often	have	you	felt	difficulties	were	piling	up	so	high	that	you	could	not	overcome	them?).	The	totalled	scores	reflect	the	degree	to	which	a	respondent	believes	that	the	demands	placed	on	them	exceed	their	ability	to	cope.	Although	there	are	normative	values	(presented	in	table	3.2	below),	there	are	no	cut-off	scores;	a	higher	total	score	indicates	higher	perceived	stress.	Higher	scores	have	been	associated	with	a	range	of	psychological	and	physical	health	problems,	such	as,	colds,	addiction,	social	anxiety	and	depressive	symptoms	(Cohen	et	al.,	1983).		
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Table	3.2:	Mean,	Standard	Deviation	for	the	PSS-4.	Cronbach’s αlpha reliability of PSS-4 with PSS  = 0.77	Item	 Mean	 S.D.	
PSS-4	Norms	 6.11	 3.14 	Male	 5.56	 3.04	
Female	 6.38	 3.15 	
Cohen’s original 1983 sample.	 Male, 4.2 	












Table	3.3	Cronbach’s alpha, mean, and standard deviation for the SCS–SF total scores. 		 Cronbach’s alpha reliability with the long 
form SCS	 Mean	 S.D.	
Total	SCS–SF	score	 0.86	 36.00	 7.33	
SCS	=	Self-Compassion	Scale;	SCS–SF	=	Self-Compassion	Scale–Short	Form;	SD	=Standard	Deviation.	

































Table	 4.1:	 Frequency	 of	 stress,	 perceived	 impact,	 and	 stress	 reduction	 among	 international	 schoolteachers	
working	abroad;	presented	by	percentage	and	totals	
Frequency	of	stress:	How	much	stress	did	you	experience	in	the	past	school	year?	 %	 Count	Relatively	little	stress	 14.29%	 13	A	moderate	amount	of	stress	 50.55%	 46	A	lot	of	stress	 35.16%	 32	Total	 100%	 91	
Perceived	Impact:	During	the	past	school	year,	how	much	effect	has	stress	had	on	your	ability	to	execute	the	duties	of	teaching?	 %	 Count	A	lot	 13.04%	 12	Some	 60.87%	 56	Hardly	any,	or	none	 26.09%	 24	Total	 100%	 92	
Attempts	to	reduce	stress:	During	the	past	school	year,	have	you	taken	any	steps	to	control	or	reduce	stress?	 %	 Count	Yes	 89.53%	 77	No	 10.47%	 9		Total	 100%	 86		
Sense	 of	 uncertainty:	How	 do	 you	 feel	 when	 you	 think	 about	 your	 future	 as	 a	teacher?	 %	 Count	Hopeful	 45.88%	 39	A	relatively	little	amount	of	uncertainty	 22.35%	 19	A	moderate	amount	of	uncertainty	 22.35%	 19	A	lot	of	uncertainty	 10.59%	 9	Total	 100%	 85	
Job	satisfaction:	Overall,	do	you	like	your	job? %	 Count	Yes	 73.26%	 63	Somewhat	 24.42%	 21	No	 2.33%	 2	Total	 100%	 86	








































































38.02 (9.45)	 40.59 (9.04)	 36.00	(7.33)	SCS-SF	total	Male	 42.08 (8.22)	 41.44 (9.04)	 44.00 (6.08)	 ***	SCS-SF	total	Female	 37.92 (9.49)	 37.19 (9.49)	 39.85 (9.57)	 ***	
SCS–SF	=	Self-Compassion	Scale–Short	Form;	SD	=Standard	Deviation.	*Normative	values	are	taken	from 









Table	4.6:	CERQ-SF,	means,	S.D.	and	total	score	for	international	schoolteachers	surveyed	Cognitive	Emotion	Regulation	Strategies	 All	teachers	(n=63)	 Normative	values*	 Significant	Differences	than	the	norm.	 MBSR	Group	(n=17)	 All	teachers,	excluding	MBSR	(n=46)		Mean	(S.D.)		 Means	(S.D.)	 p	(2	tail)		 t	-Value	 Mean	(S.D.)		 Mean	(S.D.)		Non-adaptive	
Self-blame		 6.08	(1.85)	 4.13	(1.81)	 p<0.001	 8.35	 5.06	(1.60)	 6.46	(1.81)	Catastrophizing		 4.25	(1.68)	 3.30	(1.64)	 p<0.001	 4.50	 4.06	(2.25)	 4.33	(1.45)	
Rumination		 6.54	(1.66)	 4.98	(2.04)	 p<0.001	 7.44	 6.76	(1.30)	 6.46	(1.79)	
Other-blame		 3.65	(1.05)	 3.10	(1.53)	 p<0.001	 4.16	 3.76	(0.90)	 3.61	(1.11)	
Adaptive	 	Positive	refocusing	 4.60	(1.77)	 4.54	(1.94)	 p<0.001	 7.28	 5.06	(1.95)	 4.43	(1.70)	
Acceptance	 7.22	(2.05)	 5.49	(2.14)	 p<0.001	 6.70	 7.18	(1.98)	 7.24	(2.10)	
Refocus	on	
planning		
7.29	(1.86)	 6.05	(2.12)	 p<0.001	 5.27	 7.47	(1.81)	 7.22	(1.90)	
Positive	
reappraisal	
7.75	(2.02)	 6.23	(2.25)	 p<0.001	 12.62	 7.76	(2.02)	 7.74	(2.04)	
Putting	into	
perspective	






Table	4.7:	Interactions	between	CERQ-SF	and	PSS-4	for	international	schoolteachers	surveyed	Cognitive	Emotion	Regulation	Strategies		 PSS-4	 Interaction	between	Perceived	Stress	and	C.E.R.	Strategies		m=maladaptive,	a=adaptive	 r	 p Value	 PSS-4	totals	(C.E.R.	totals)**	Self-blame	(m)	 0.037	 0.771	 Higher	(Higher)	Approaching	significance	
Catastrophizing	(m)	 0.392	 0.001	 Higher	(Higher)		
Rumination	(m)	 0.307	 0.014	 Higher	(Higher)		
Other-blame	(m)	 0.294	 0.019	 Higher	(Higher)	Positive	refocusing	(a)	 -0.105	 0.412	 Higher	(Lower)	Approaching	significance	Acceptance	(a)	 -0.188	 0.140	 Higher	(Lower)	Approaching	significance	Refocus	on	planning	(a)	 -0.083	 0.519	 Higher	(Lower)	Approaching	significance	Positive	reappraisal	(a)	 -0.110	 0.391	 Higher	(Lower)	Approaching	significance	









Table	4.8:	Interactions	between	CERQ-SF	and	SCS-SF	for	international	schoolteachers	surveyed	Cognitive	Emotion	Regulation	Strategies		 Statistical	relationships	between	CERQ-SF	total	and	SCS-SF	total	(m=maladaptive,	a=adaptive)	 r	 p Value	 *(C.E.R	total)	S.C.S-SF	total		Self-blame	(m)	 -0.235	 0.063	 	(Lower)	Higher	/	Significant	for	MBSR	group	
Catastrophizing	(m)	 -0.518	 0.001	 (Lower)	Higher	
Rumination	(m)	 -0.256	 0.042	 (Lower)	Higher		
Other-blame	(m)	 -0.280	 0.026	 (Lower)	Higher	
Positive	refocusing	(a)	 0.396	 0.001	 (Higher)	Higher		
Acceptance	(a)	 0.270	 0.032	 (Higher)	Higher		Refocus	on	planning	(a)	 0.100	 0.434	 (Higher)	Higher	/	Approaching	significance	
Positive	reappraisal	(a)	 0.395	 0.001	 (Higher)	Higher		




Table 4.9:  MBSR - t tests for those who participated in MBSR programmes versus those who did not.	
	
Non-MBSR	 MBSR	
Scale	 Mean	 Variance	 Mean	 Variance	 t Value	 p Value	
PSS-4	 6.00	 8.59	 6.41	 13.13	 0.46	 0.646	
SCS-SF	 38.11	 91.15	 40.59	 81.76	 0.92	 0.359	
Self-Blame	 6.46	 3.28	 5.06	 2.56	 2.80	 0.007	
Catastrophizing	 4.32	 2.09	 4.06	 5.06	 0.56	 0.580	
Rumination	 6.46	 3.19	 6.76	 1.69	 -0.64	 0.518	
Other-Blame	 3.61	 1.22	 3.76	 0.82	 -0.52	 0.604	
Positive Refocusing	 4.43	 2.87	 5.06	 3.81	 -1.24	 0.218	
Acceptance	 7.24	 4.41	 7.18	 3.90	 0.11	 0.915	
Refocus on Planning	 7.22	 3.60	 7.47	 3.26	 -0.47	 0.636	
Positive Reappraisal	 7.74	 4.15	 7.76	 4.07	 -0.04	 0.965	
Putting into Perspective	 6.54	 4.21	 6.59	 3.51	 -0.08	 0.938		 Seventeen	of	the	63	international	teachers	reported	completing	an	MBSR	programme.	The	amount	of	time	between	taking	the	MBSR	course	was	less	than	five	years,	noting	that	times	varied	from	less	than	a	year	to	over	five	years.	Research	suggests	that	this	programme	should	have	the	effect	of	reducing	perceived	stress	(PSS-4),	enhancing	self-compassion	(SCS-SF),	and	increasing	the	use	of	adaptive	coping	strategies	while	reducing	the	use	of	maladaptive	coping	strategies	(CERQ-Short)	(see:	Germer	and	Neff,	2013;	Goldin	and	Gross,	2010).		Table	4.9	contains	the	results	of	t-tests	for	comparisons	between	teachers	who	participated	in	MBSR	programmes	and	those	who	did	not,	for	all	scales	from	the	three	surveys.	Although	MBSR	programmes	have	shown	short-term	effects,	the	current	evaluation	measured	longer-term	effects	and	found	no	essential	differences	between	those	who	participated	in	MBSR	programmes	and	those	who	did	not,	with	regard	to	perceptions	of	stress	(PSS-4),	self-compassion	(SCS-SF),	and	eight	of	the	nine	coping	strategies	(CERQ-Short).	The	only	substantive	difference	was	that	those	who	participated	in	MBSR	programmes	experienced	lower	levels	of	Self-Blame	than	those	who	had	not	participated.	Due	to	the	extremely	small	sample	size,	however,	these	results	should	be	taken	as	an	indication	only.	
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PERCEIVED STRESS SCALE
Sheldon Cohen
The Perceived Stress Scale (PSS) is the most widely used psychological instrument for measuring the perception of
stress. It is a measure of the degree to which situations in one’s life are appraised as stressful. Items were designed to
tap how unpredictable, uncontrollable, and overloaded respondents find their lives. The scale also includes a number of
direct queries about current levels of experienced stress. The PSS was designed for use in community samples with at
least a junior high school education. The items are easy to understand, and the response alternatives are simple to grasp.
Moreover, the questions are of a general nature and hence are relatively free of content specific to any subpopulation
group. The questions in the PSS ask about feelings and thoughts during the last month. In each case, respondents are
asked how often they felt a certain way.
Evidence for Validity: Higher PSS scores were associated with (for example):
x failure to quit smoking
x failure among diabetics to control blood sugar levels
x greater vulnerability to stressful life-event-elicited depressive symptoms
x more colds
Health status relationship to PSS: Cohen et al. (1988) show correlations with PSS and: Stress Measures, Self-
Reported Health and Health Services Measures, Health Behavior Measures, Smoking Status, Help Seeking Behavior.
Temporal Nature: Because levels of appraised stress should be influenced by daily hassles, major events, and
changes in coping resources, predictive validity of the PSS is expected to fall off rapidly after four to eight weeks.
Scoring: PSS scores are obtained by reversing responses (e.g., 0 = 4, 1 = 3, 2 = 2, 3 = 1 & 4 = 0) to the four positively
stated items (items 4, 5, 7, & 8) and then summing across all scale items. A short 4 item scale can be made from
questions 2, 4, 5 and 10 of the PSS 10 item scale.
Norm Groups: L. Harris Poll gathered information on 2,387 respondents in the U.S.
Norm Table for the PSS 10 item inventory
Category N Mean S.D.
Gender
Male 926 12.1 5.9
Female 1406 13.7 6.6
Age
18-29 645 14.2 6.2
30-44 750 13.0 6.2
45-54 285 12.6 6.1
55-64 282 11.9 6.9
65 & older 296 12.0 6.3
Race
white 1924 12.8 6.2
Hispanic 98 14.0 6.9
black 176 14.7 7.2
other minority 50 14.1 5.0
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Stage	three:	Informed	consent,	background	questions,	three	psychometric	
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